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Chapter 1
INTRODUCTION

If we are to define reading as the ability to
extract meaning from the printed word, to comprehend the
author's ideas, then it seems logical that children
should be taught to read for meaning from the very
beginning of their reading instruction.

The child can

best understand reading material if it relates to his
interests and experiences and if it is written in language he understands.

Reading is only one facet of the

total ·communication process of liste11 ing, speaking, read-·
ing and writing.

Virtually all children enter kindergar-

ten with a functional, workable oral language, and it
stands to reason that the transition to written language
will be easier if use is made of the vocabulary and
language patterns already familiar to them.

The language

experience approach integrates the teaching of reading and
writing, using the child's own language as the basic tool.
Even more important is the potential, implicit in
the language experience approach, for protecting and nurturing the child's self-concept.

This is a grave respon-

sibility of all teachers, especially crucial when the
children are very young and in the first years of their
school experience.

]
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Problem

)

Traditional methods of prereading and beginning
reading instruction frequently fail to foster an understanding of the relationship between oral language and
written language and an understanding that reading and
writing have meaning.

Many of the materials used in such

instruction are bewildering to the child because they have
no association with his interests, buckground of expPrience, vocabulary, or language patterns.

With their lack

of motivation, they sometimes cause the child to develop

an aversion to reading, which can lead to failure and consequent negative self-image.

l\'fcDonr~ll (1975:438) went so

far a :3 to say, "It is the opinion of th ls v,r i te:c th2 t the
under Iying cause of reading failure in tht=: past may have
been the deliberate separatjon of reading and language."

The purpose of this project was to develop and
execute an effective method of teaching prereading and
beginning reading skills to kindergarten children using
the language experience approach in a center-oriented
classroom.

The ultimate goal was to have, at the end of

the kindergarten year, a roomful of children who felt
good about themselves, talked freely and expressively,
demonstrated a measure of independence, imagination and
creativity, understood and used some basic reading skills,

4

materials (Cathcart, 1974:34).
Pocket Chart:

A large piece of cardboard folded

in such a way that horizontal pockets are formed to hold
sentences, phrases, words, or letters written on strips
of cardboard.
Semantic clues:

Information relating to meaning,

us e d in the decoding of words
Syntactic clues:

(P ea rs o n, 1 9 7G: 3 09).

Information relating to the

grammatical structures of language (Pearson, 1976:309).
Grapho-phonemic clues:

Information relating to

sound-letter correspondence (Pearson, 1976:309).
Sight vocabulary:

Words which a pupil recognizes

instantly at sight (Lewis and others, 1979:47).
Kernel sentence:

An incomplete sente nce using

high frequency words, used to develop a sight vocabulary
while at the same time allowing the child to use imagination and his own language to complete the sentence
(Lee and Allen, 1963:60).
Rebus sentence:

A sentence in which pictures take

the place of words which a child should not be expe cted
to decode at a specific stage in his reading development
(Lewis and others, 1979:I.12).
Word bank:

A child's container of words which are

printed on strips of paper or cardboard.

The words can be

ones the child has chosen becaus e they are p e rsonally significant to him, words he can read, or words he wants to
learn.

5

Scop e and Limitations
This program was designed for and used in Shelton
School District Number 309.

The project includes the fol-

lowing:

1.

A plan for teaching prereading and beginning

reading skills to kindergarten children using the language
experience approach in a center-oriented classroom.
Because the Shelton district decided after this project
was approved to require the use of the Houghton Mifflin
Reading Series,

it was necessary to combine the language

experience program with the reading-series lessons and
activities.
2.

Learning materials for twenty-five language

experience activities,

inclGding games designed to

reinforce prereading and beginning reading skills~ pup-

pets,

flannel-board figures,

role-playing clothes, educa-

tional bulletin-board displays, .language experieuce books,
and card files or notebooks of suggestions for learning
activities for a specific cent~r.

3.

A student record-keeping system, including for

each child a word bank and a notebook or file for keeping
his individually-dictated stories.
4.

A teacher record-keeping system,

including a

file for each child and a file or notebook of m~ster records.
5.

A parent-·involvement program, includin9
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general and individual letters to parents with suggestions
of ways to reinforce their children's learning at horn~ and
a training meeting and written instructions for volunteer
sides.

Chapter 2
REVIEW OF THE LITERATURE
As Hall

(1970:14)

stated, "A child enters school

with considerable competence in oral language."

The child

acquires this competence with no formal instruction.

He

is not first taught isolated sounds and then taught how to
put them together to form words.

Instead his vocabulary

and language patterns develcp through his innate ability
to process the total flow of the language to which he is
exposed.

If teachers understand that reading is simply

another facet of the communication process and make use of
the language-learning ability and language competence the
child has already developed,

instruction in reading will

be meaningful and successful (Goodman, 1974:2)

•

1

1-1,.ttention

must be on language as the medium of communication," Hall
(1972:5) stated,

"not on small portions of that language

which are devoid of meaning without. cont.ext.

11

Oral Lan g uage Develo .":....pm-ent
"All other language learni r.,qs ," r,tated Groff
(1963:14), have their origin in speech and are dependent
on it.

11

In the language experience approach, heavy empha~

sis is placed on continuing oral language development by
__)

pr6viding listening and speaking activities and expanding
7

8

the child's background of experience.

The planning of

experiences to serve as a basis for communication is the
responsibility of the teacher.

Discussion can be free and

natural after a field trip or other activity in which the
entire class participates because the children have a common background of interest.
Choral reading helps to develop good speaking habits, expands vocabularies, and e xtends languag e facility.
Repeated in unison, children's poems and songs are soon
memorized, at which time they become a part of the child's
language background.

Scott (1968:vii) explained that

"poetry is the natural language of y oung children," and
she_ further stated that "this natural, rhythmic speech can
be kept alive through exposure to poetry, pantomime, and
rnusi_c.

11

The repet.i tion of songs and poems in uni. 1:0011 takes

pressure from the timid child and accu s toms him to the
sound of his own voice, as does choral reading.

Some

children are able to participate in these ways who might
have difficulty doing so alone.

Puppetry serves somewhat

the same purpose, in addition to providing opportunities
for creative speech.
freely,

"As the pup:r;::et, the child talks more

both in what he says and how he says it, than if

he were speaking .for himself (Lee and Lee 1950:374) ."
Other opportunities for c o mmunication include
block building, sand and water play, flannelboarrt stories,
role-playing, thought-provoking pictur e s and bulletin-

9

board displays, science and nature exhibits, and a wide

)

range of children's books from which the teacher should
read to the children every day.

Above all, the teacher

shouJ.d provide a non-threatening atmosphere in which communication is encouraged and each child's contributions
are accepted and valued

(Lamoreaux and Lee, 1943).

A direct relationship exists between a

child's

success in learning to read and his proficiency in the use
of oral language

(Scott, 1968:x).

The more extensive his

speaking vocabulary and understanding of language structure,

the easier it is for him to extract meaning from

written sentences.
11

This is why Hall

(1972:8)

stated,

Te_2.ching strategies for constantly increasing the ca al

language background must be included in the language
experience pro9r am."

Listening and speaking with under--

standing carry over to reading with understanding.
Experience Charts
The heart of the language experience approach is
the use of experience charts written or dictated by the
children in their own language.

One of the first and most

important functions of these charts is to help the child
come to understand naturally the concept that "what he
thinks about he can talk about, what he talks about can be
written, and what is written can be read
1963:46).

Boyd

(Lee and Allen,

(1966:263) put it this way:

"By writing

down what the child actually says, the teacher helps the

10
child make the transition between oral and written language.11

These chart stories are sometimes dictated by an

individual child and at other times are the result of the
cooperative effort of a small or large group of children.
Each child should have frequent opportunities from the
beginning to dictate individual personal experience
stories, as they help him learn to recall what happened,
to comniuni c at.e his ideas in seque nce, t o decide ,~' hat is
important to the story, and to speak in sentences.
Authorities disagree as to whether the teacher
should edit the child's dictation.

One contention is that

any change in a child's story is a rejection of part of
his language which the child will s e e as a rejection of
himsel f and which defeats the basic purpose of the language experience approach, to use the child's own language
as his reading materials.

Hall (1972)

recommends that

teachers record the syntactical patterns of the child as
,,•
!1

spoken but use standard spelling of words.

Rogers (1976)

explained that everyone speaks in diale~t but that written

j1

,I

.,

,.i1

language is not dialectical.

A person might pronounce car

as £ah, but he spells it c-a-r, decodes it in his mind as
the car pronunciation of the standard dialect, and hears
himself as pronouncing it in the standard dialect.

Rogers

went on to say that children similarly hear their spoken
9rammar as identical with the standard dialect, ,a nd he
recommended that teachers encode it into standard English
on experience charts.

He r e comme nd e d, in other words,

11

that when a child says, "He done broke that thaing," the
teucher should say, "Yes, he broke that thing," and write
"He broke that thing" on the chart.
The children's experience charts are used as their
reading materials in exercises designed to develop comprehension and word-recognition skills.

These exercises help

them obtain meaning through semantic, syntactic, and
grapho-phonemic clues and increase their store of word
meanings in sentence context.

Since the words and lan-

guage patterns in these materials are their own, they can
make fuller use of language clues in interpreting them.
Through this emphasis on developing word-recognition and
comprehension skills in a natural language situation,
children gradually learn to use simultaneously all of the
clues in reading.

As Goodman (1972:508)

saic, "Relevance

is vital in reading instruction."
Individual words on the charts are used as the
basis for phonics instruction.

"Phonics instruction is a

necessary and natural part of a language experience program," stated Allen (1967:'183), "bi1t it is developed from
a •say it'

to 'see it' sequence rather than from the 'see

it' to 'say it' sequence employed in many other
approaches."

Instruction in phonics often starts with the

teacher calling the children's attention to the beginning
consonant sound 0£ a word on a chart and asking them to
listen for other words that start with the same sound.
With the lan,J uage experience approach phonics learning ha:,,
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personal meaning to the child because he can see a direct
association with his own words.
To solve the problem of the one major drawback of
the language experience approach--lack of time for the
teacher to take dictation from the children as frequently
as is desirable--a program was developed in 1969 at the
University of Idaho and tested in elementary schools in
Lewiston (Smith and others, 1971).

Called CSTA (Communi-

cation Skills Through Authorship), the program featured
stories dictated by the children into cassette recorders
to be typed on a primer typewriter by a part-tirae typist
and returned the next day.

Three studies confirmed the

contribution of CSTA to the reading program in Lewiston,
and even more impressive was the finding that 95 percent
of the second graders who had been involved in the progr~m
could read everything they had dictated (Smith and Morgan,
1975).

CSTA seems to have much tb offer to the language

experience approach.
Another possible solution to the problem of time
is the recruiting of volunteer aides to take the children's dictation.

If they understo~d th e ne e d, many par-

ents might be glad to contribute a few hours of their time
each week.

Primary teachers might also explore the possi-

bility of obtaining the h e lp of older elementary pupils or
high-school students.

Askland (1973) has written excel-

lent, detailed instructio11s for training a ides to take
dictation from individual children.

13

Sight Vocabularies
Developing sight vocabularies is another facet of
the language experience approach.

Each child picks words

he would like to learn (favorite words from stories, perhaps, or words with special meaning to him).

The teacher

prints these words on cards for him to study and copy,
sh a re with his friends, and kee p in his p e rsonal word bank
(a container such as an envelope or box).

When he learns

to recognize instantly words used frequently on the
experience charts, these words may also be placed in his
word bank.

After he has accumulated enough words, he

for~s phrases or sentences with them, classifies them in
different ways, and uses them as aids in writing his own
stories (Dunne, 1972).
Ashton-Warner

(1963), in her colorful and descrip-

tive account of her experiences as a teacher of Maori
children in New Zealand, told how she tipped all of the
children's words, which she called their key vocabularies,
onto the mat each morning and let all the children find
their own words, ".

. not without quarreling and concen-

tration and satisfaction.

11

J.\.fter collecting their cards,

the children chose partners and heard each other's words.
McDonell (1975:441) cautioned that"
lary (sight words)

should be taught in context.

. vocabu11

She

explained, how0ver, that this does not mean they must be
usE.'d in sentences.

"Words used to l a bel i t erns in the

14
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room, signs that give instructions, captions under pictures, and other words used in similar manners are words
in the context of time or place, and words the child
chooses have context to him."
To facilitate beginning reading, some highfrequency structural words are often taught as sight words
early in the learning-to-read process.

In the language

experience approach the children learn to recognize many
of these words through their natural repetition in their
dictated stories.

To reinforce this learning they par-

ticipate in such activities as finding and pointing out
the words on their chart stoiies and charts of poems and
songs they have memorized and underlining the words in
newspapers or magazines.

Pages of magazin~s which h~ve

been printed in large typ2 for sight-impaired persons are
useful for this purpose.

The children may also be given

word cards of the high-frequency words to combine with
their word-bank words or pictures to construct sentences.
Incomplete sentences are also usea · to develop
sight vocabularies of high-frequency words (Lee and Allen,

1963:60-61).
as "I have a

The teacher writes a kernel sentence, such
"on the chalkboard.

The children then

draw pictures of something they have, copy the imcomplete
sentence below the pictures, and receive help with the
words they need to complete the sentence.

Class books are

made of these pages and read by the children.

Through

this repetition the children learn to recognize the high-

15
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frequency words while receiving clues to the remaining
words from the pictures.

The advantage of this method is

that the vocabulary is not limited to the high-frequency
words in isolation; each child adds his own ideas and language to complete a sentence that is meaningful to him.
Self-Concej?t
A child with a poor opinion of himself is handicapped in his learning efforts.
tant

jn

Communication is impor-

the development of the child's self-image.

"Part

of discovering oneself," stated Scott (1968:7), "is being
able to express wishes, thoughts, and feelings verbally."
The language experience approach, with its emphasis on
communication, offers many opportunities for developing a
positive self--concept in the child.
Hall (1972:2)

"P.sycholog ically,"

stated, "a child should feel better about

himself as a result of his encouriters with reading.

Sue-

cess, positive attitudes, personal motivation, involvement
--all are present in language-experience learning."

This

approach reaches children because the focus is on them and
their concerns.
Individually dictating a personal story gives the
child a fe<c'ling of importance because the time and full
attention of the person to whom he is dictating are
devoted to him (Boyd, 1966).

Similarly, when he helps to

construct a group story, the child gains a feeling that
his words and ideas are respected, and when his papers are

18
achievement, although the initial teaching alphabet group
scored highest on spelling and word study, the language
experience and initial teaching alphabet groups read more
books than the basal reader group, and the basal reader
group scored highest in language usage.
Summary
The language experience approach to teaching reading is a coordination of the communication skills of
speaking, listening, writing, and reading, using the
child's own vocabulary and language patterns as the basic
reading materials.

The advantages inherent in this

approach are many, including the following
1.

(Allen, 1968):

All children participate in a variety of

experience activities.
2.

It does not require standard English as a

basis for success.
3.

It is ungraded in that each child produces his

own reading materials.
4.

Phonics is an integral part of the daily pro-

5.

Children learn to spell and write sight words

gram.

as they learn to recognize them.
6.

Children develop high levels of independence

and creativity.
7.

It allows for the effective use of para-
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professionals, parents, older children, and other volunteer aides.
8.

It does not require nor recommend ability

grouping.
Lamoreaux and Lee (1943) define this readinginstruction approach as one that"

. develops out of

the child's experiences and his ability to express them
adequately in oral language.''

The child's reading and

writing reinforce each other, and the transition from oral
to written communication is a natural one because the
child uses his own language for both.

Perhaps th~ great-

est benefit of the la11guage experience approach, however,
lie~ in its built-in potential for success in the beginr1ing reading experience and the subsequent nurturing of
the young child's fragile self-concept.

Chapter 3
THE LANGUAGE EXPERIENCE PROGRAM
This chapter details the language experience program used

in a center-oriented kindergarten classroom in

Shelton, Washington, during the 1981/1982 school year.
The language experience activities were combined with the
lessons in Level

!2, Getting Ready to. Read (Lewis and

others, 1979}, of the Houghton Mifflin reading series, the
use of which was required in Shelton kindergarten classes.
Included in the chapter are sections dealing with arrangement of the classroom, classroom routines, learning objectives, teaching methods and materials, testing and evaluation, record keeping, parent involvement, training and
roles of aides, and conclusions.
Arrangement of the Classroom
Kindergarten children can sit on a large rug for
whole-group activities.

This eliminates the need for a

desk or chair for each child and frees space for learning
centers, an arrangement more conducive to spontaneous oral
communication and interaction among the children than rows
of desks or tables.
The first consideration in planning the room
20
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arrangement was of necessity the locations of chalkboard
and bulletin boards, plumbing, windows, doors, storage
shelves, and other fixed components of the room.

For

example, the location of the only chalkboard dictated the
placement of the reading/writing center.

A floor plan of

the room arrangement is shown on page 26.

The room con-

tained the following five learning centers:

1.

A reading/writing center for small-group

instruction, containing a kidney-shaped table with ch2irs
for six children and the teacher, a chalkboard with large
'*
alphabet cards above, and storage space for the children's
word banks and for other learning materials, including a

pocket chart and a small bulletin board to be propped up
j

n the well of the chalkboard for use when needed .

Fig~re 1.

'J'he Re.::i.ding/Wr i ting Center

Please note: A photograph on this page was redacted due to FERPA concerns.
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story telling, tables and chairs for creative writing and
for individualized instruction by an aide, and an area for
language-arts games and other activities with a small rug,
a flannelboard, a bulletin board, and storage space for
learning materials.

Figure 3.
4.

The Language-Arts Center

A math/manipulative/science center which

featured a large oval rug for block-building with storaye
shelves for blocks beside it,

3

table with six chairs, and

shelves for math games, puzzles, inEtruments for science
experiments, and other learning materials.

A sand/water

table, with places to store appropriate equipment, was
also located in this center.

This table was frequently

covered for use in science experiments or for the display

Please note: A photograph on this page was redacted due to FERPA concerns.
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•

of science exhibits.

The care of plants throughout the

room was also considered a science project.

Figure 4.
5.

The Math/Manipulative/Science Center

An art/cooking center with a table and six

chairs, three easels, and shelves for art and cooking
supplies.

A small oven was a permanent fixture on a

countertop in this center, and other small cooking
appJ.iances such as a waffle iron, a toaster, and a crack-

pot were brought to school occasionally for the children
to use.
Since the rug in the math/manipulative/science
center was u s ed for whole-group activities, located in
convenient places nearby were a record player and rhythm
instrum e nts, a large bulletin board, a small bulletin

Please note: A photograph on this page was redacted due to FERPA concerns.
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board for an experience chart or a pocket chart, a
flannelboard, and a chair for the teacher.

Near the door

were the teacher's desk and divided shelves on which the
children stored their papers and supplies.

Figure 5.

The Art/Cooking Center

Please note: A photograph on this page was redacted due to FERPA concerns.
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Floor Plan of the Classroom
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Classroom Routines
Monday
Mondays were spent in whole-group activities such
as class-dictated experience charts, field trips, nature
walks, visits to the school or public library, talks by
classroom visitors, films, music, poetry, puppet shows,
stories read by the teacher, and social studies, science,
and history discussions.

Figure 6.

A

Visit to s Public Library

Tuesday - Friday
The amount of time spent in each cf the following
periods varied from day according to the interests and
needs of the children or to the teacher's planned program.

Please note: A photograph on this page was redacted due to FERPA concerns.
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Whole-group time.

Each day started with all the

children sitting together on the large rug.
taken and the calendar updated and discussed.

Roll call was
New learn-

ing materials for centers were introduced, math lessons
were presented when appropriate, and instructions were
given for completion of the day's math papers and special
art or other projects.

The remaining time was spent in

such activities as t e acher-r e ad s tori e s

(e ver y da y ), dis-

cussions, music, poetry, introduction of new library
books, group experience charts, and word-bank activities.

Figure 7.

A Whole-·Group Activity with \,"iford 3anks

Center time.

The class was divided into five

small groups, and each g£oup went from the rug to a preassigned center, where the children busied themselves with

Please note: A photograph on this page was redacted due to FERPA concerns.
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the activities appropriate to that center.

The groups

then rotated to the other centers, spending about twenty
minutes in each.

The children had free choice of activi-

ties during center time except for teacher-supervised lessons in the reading/writing center, completion of the
day's math papers, and any individual instruction assigned
by the teacher to an aide in the language-arts center.

Recess.

The children went outside for play or,

when the weather was bad, had large-motor activities
indoors.
~hole-group time.

At the end of the session the

class met again on the rug for more whole-group activi-

ties, including evaluation and planning discussions.
Learning Objectives
Kindergarten teachers in the Shelton schools were
required to use the following learning objectives in Level
~, Getting Ready t~ Read (Lewis and others, 1979:368--71)
of the Houghton-Mifflin reading series:

Given a spoken passage i11 which the last word is
omitted, the pupil uses the meaning of the context to
supply two or more words that would n1~ke sense in that
context.
Given one or more consonants in initial, medial,
or final position, the pupil associates that consonant, consonant cluster, or consonant digraph with the
sound or sounds it most often stands for.
Given consonant letters in capital or lower-case
form and in random order, the pupil names the letters.
Given several spoken words, the pupil identifies
those words that begin with a specific consonant
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sound.
Given a single consonant standing for one sound in
the initial position, the pupil associates that consonant with the sound it stands for.
Given a single consonant in medial or final position in a word, the pupil associates that consonant
with the sound or sounds it stands for.
Given a consonant digraph in initial, medial, or
final position, the pupil associates that digraph with
the sound or sounds it can stand for.
Given vowel letters in capital and/or lower-case
form and in random order, the pupil names the letters.
Given, in oral or printed context, a word that is
strange only in print, the pupil deco d e s that word by
using context and sound associations for the consonants.
Given a group of known basal words, the pupil
names those words instantaneously as an indication
that the words have become part of his/her instantrecognition vocabulary.
The pupil reads 1naterial of an appropriate difficulty level, noting correct pitch, stress, and/or
juncture called for by the punctuation marks and by
the sense of the context.
The pupil interprets pictures and uses picture
clue s to correctly answer qu e stions.
Given oral context with one word missing but with
its initial and/or final co11sonant given, the pupil
uses the context and the sound(s) the con s onant(s)
stands for to supply a word that makes sense.
To the above list of required learning objectives,
the following were added for this project:
Given several spoken words, the pupil identifies
those words that begin with a specific short vowel sound.
Given a single vowel standing for its short sound
in the initial position, the pupil associates that vowel
with the sound it stands for.
Given a printed sentence, the pupil frames each
wor~ with his hands.
Given several groups of spoken words, the pupil
id~ntifies those groups that are sentences.
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Given several printed sentences, the pupil indicates the end of each sentence.
The pupil understands that what he says can be
written, and what is written can be read.
Teaching Methods and Materials
During the two weeks before school started in the
fall,

the teacher visited each child in his home.

While

there she took a picture of him and gave him a name tag.
When the children arrived on the first day of school, they
~

were wearing their name tags and their pictur~s were on a
bulletin board with each child's name below his picture
and the words "We're glad you're here!" in the center.

Figure 8.

A "Welcome-to-Scbool" Bulletin Board
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The first week of school was used for the children
to learn the classroom and school routines and rules and
to get acquainted with one another.

The pictures and name

tags were used in this getting-acquainted process.

On the

first day the childreh sat in a circle on the rug, and the
teacher introduced each child by name.

Th(~ next day the

children again set in the circle, and each child rose in

could see his name tag.
Later that week the children were introduced to
experience charts, the first one a list with I like \ to on
the first line and school activities suggested by the
ch j ld:r. en on subsequent lines

(_l?u i)...:_0_ w1th bloc k!.3,

i-,

ing

After a child suggested an
activity and the teacher print e d it on the chart, that
child found his picture on a t~ble beside the chart and
pinned the picture to the chart at the end of the line.
He was followed by all the other children who said they
also liked that ac~ivity.
The next day the teach e r placed in the pocket
I like to build with

chart the word cards,!~~

blo<::_k~, reading the words to the children and having them
read them ivi th her as she swept hc~r h&rd from left to

right beneath them.

She expJ _ained that each card con-

tained one word and point e d out on the original chart that
the words were se parat~d by spaces .
child whcse oicture
...

1,.i2s

She t hen had each

on t:he build--with-block.s liu2

- -- ---

comf_!
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to the pocket chart, find his name card on the table
beside it, place the name c~rd in the blank space, and
read the sentences.

The teacher then replaced the build-

with-blocks cards with the sing-son.9. cards and had the
children read the sentences with her.

The activity con-

tinued over several rug sessions until each child had his
turn at the chart.

Figure 9.

An Introcluction to Words

Beca.us~ Hougbt.on Miff1in's Getting Ready to Read
(Lewis and others, 1979)
recognize colors

i11

required that children be able to

order to find specified boxes on the

pages of the workbooks, another chart used early had I
_!_ike _!:}:~-~ _col_or on the top l.i.n0.

Below this were the words

blue, 01::_?._~g_~, and oth1;~r colors suggested by the children,

Please note: A photograph on this page was redacted due to FERPA concerns.

34

each color name printed on a rectangle of construction
paper of that color.

Figure 10.

Colors and Color Names

On Monday of the second week the class went on a
tour of the school, and the children later dictated a
The following is an approximation of the

story about it.

way this was done:
Teacher:

Let's write a story about our school.

You tell me what to write, and I'll. write it on this
chart.

Who can think of something our school has that you

saw this morning?
Troy:

l\ gym.

Teacher:
has a gym.

Troy wants me to write that our school

I ' l l write it here.

(The teacher said the
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words while she printed them.}
a . . gym.

Our . . school . . has

Now I'll read this sentence to you.

(When

reading from a chart, the teacher always swept her hand
from left to right beneath the words as she read them.)
Our school has a gym.
All:

Would you like to read it with me?

Our school has a gym.

Teacher:

Very good.

Would anyone like to say

anything else about the gym?
Mary:

We get to play in it.

Teacher:

I'll write that on the next line.

get . . to . . play . . in . . it.
it.

We

We get to play in

Now let's all read this sentence together.

All:

We get to play in it.

Teather:

I wonder if we can read both sentences.

I'll read them to you first, and then you read them with
me.

Our school has a gym.
All:

We get to play in it.

Our school has a gym.

Teacher:

That was very good.

to write something else?

We get to play in it.
Now who would like

Who can think of another part of

the school we saw this morning?
Kati:

The library.

Teacher:

tJhat would you like me to write about

the library?
Kati:

It has a lot of books.

Teacher:

Kati wants me to write that the library
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has a lot of books, so I'll write that on the next line.
The

. library • . has .

a .

lot .

. of . . books.

The library has a lot of books.
The exercise continued in this way, with the
teacher putting the children's words into complete sentences in such a way that they did not realize they had
not done so.

(Later, after the children had been taught

what a sentence was, this was no longer necessary.)

The

finished chart read:
Our school has a gym.
We get to play in it.
The library has a lot of
books.
They burn trash in the
furnace room.
Our principal has an office.
Our nurse has an office,
too.
Teacher:
our story.

Now we need to think of a good name for

The name of a story is called its title.

Say

that word with me.
All:

Title.

Teacher:

Think of the stories I have read to you.

Do you remember that each one of those stories had a
title?
)

Can anyone think of the title of a story we have

read?

/

Chris:

"Purnpkinseeds."
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Ryan:

"Mr. Elephant's Birthday Party."

Teacher:

Did you notice that each of those titles

tells what the story is about?

"Pumpkinseeds" is a story

about pumpkinseeds and what happens to them, and "Mr.
Elephant's Birthday Party'' is about an elephant who had a
birthday party.

Many titles of stories tell what the

story is about.

Can anyone think of a good title for our

story that tells what it is about?

Who can tell what our

story is about?
Eddy:

Our school.

Teacher:

Does everyone think "Our School" would

be a good title for the story?

Then I'll write it here.

We always write the title in the center of the top line.
The teacher then explained what a sentence is,
pointed out that the dot called a period denotes the end
of a sentence, demonstrated that the end of a line does
not necessarily mean the end of a sentence, and reviewed
the meaning of word and the function of space in separating the words.
The tour of the school and dictation of the story
came after a getting-acquainted week during which the
children learned at first hand about the aifferent learning centers of the room, the materials and activities
available in each, the direction of rotation to the centers, and the rules of center behavior (walking quietly
instead of running, staying in assigned center, using
quiet voices, cleaning up quickly, etc.)

The next day the
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teacher divided the children into groups and assigned each
group to a learning center, explaining that when she turned
the lights off, that was a signal for them to clean up the
centers and then sit down and remain seated until she asked
them to walk quietly to the next center.
When each group of children arrived at the reading/
writing center this first day of center time, the teacher
gave each child a word bank, first explaining its function:
"Today I am going to give each of you a box like this.
will be your very own and have your name on it.
keep these boxes at school on these shelves.

It

We will

There is a

space on one of the shelves with your name on it, and that
is where you will put your box when you're not using it.
We call these boxes v,o__!'."d _!2an~s,

becau[;e what we put in them

are wo.tds, printed on cards like this."
eight-inch strip of lined tagboard.

She held up an

"These will be very

special words that each of you will chose for your word
bank.

I want you to be thinking of the special word you will

chose today.

It can be the name of a person who is special

to you such as Mom or Dad, a game you like to piay or watch,

a special holiday such as Halloween or Christmas, your favorite color or food, or any other word you want.

I have already

put one word in each of your word banks that is very special
tom~, but you will get to choose all the rest of them.

Now

I would like you to go quietly to the shelves, find your
word banks, and bring them back to the table."
did so.

The children

39

"Can you read the word in your word bank that is
special to

mei' These words were the children's names,

which they now read in turn.
another word.

Each child then chose

"Say rour word softly to yourself so you

will remember it.

Now we are going to play a little game

with our words."

Depending on the words chosen by the

children, the teacher asked s uch que s tions as, "Do you
have a word that is the name of something on wheels?
so hold it up."

"Something red?

If

Something that flies?"

She continued asking these questions until all the chil~

dren were able to hold up their chosen words, and then she
asked, "Do you have a word that is the narr,e of a person?"
so that all could hold up their name cards together.

Figure 11.

The Pjrst Word-Bank Activity
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The next day when the groups of children arrived at
the reading/writing table, they found their "Our School"
chart on a bulletin board with a pocket chart beside it.
The teacher read the story to the children and then asked
a question about each line ("Who can look at the first line
and tell me something our school has?

Read the sentence

softly to yourself and then aloud," etc.)

Next the teacher

gave each child a sentence from the story, which had been
copied previously, line for line, from the original chart.
The children reconstructed the story by placing the sentences in their proper order in the pocket chart.

Figure 12.

Placing SentencGs in a Pocket Chart

The next lessons dealt with learning to use context
as a decoding clue.

Please note: A photograph on this page was redacted due to FERPA concerns.
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It is of crucial importance that pupils realize that
the printed language is merely a repre s entation in letter
symbols of the spoken l a nguage with which they are already
familiar.
They must be led to realize that just as they
expect the oral language they hear to make sense, they
should expect anything they read to make sense also.
The realization that printed words should be expected
to mak e sense is not always arrived at automatically by
the b e ginning reader.
Young children ~ay incorrectly
r e ad "After Moth e r parked the car, s he went into the
horse" without realizing that what they have said doesn't
ma ke s e nse.
The same pupils would not accept that stateme nt if it were given orally (Lewis and others, 1979.)

words of the first s e ntence of "Our School"

j_n

ch a rt except the final word (Our s chool has a

the pocket

.)

Each child read the se ntenc e using the word from his word
bank that was not hi s nam e , and the children decid e d
whether or not the s e ntence mad e sense with that word.

Figure 13.

Te sting a Word to See if It Makes Sense
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The children then thought of words that would make
sense at the end of this sentence and others that would
not, and other sentences from the chart were used in the
same way.
The first four lessons in Getting Ready to Read were
then used to reinforce this context learning.

In these

lessons the teacher read one or more sentences, stopping
before the last word, and the children underlincc1 pictures
Discussions were held

standing for words that made sense.

as to why the words represented by the other pictures did
not make sense.
Next, to establish the concept that words have beginning sounds, the children at the reading/writing table were
given a brief lesson in listening for beginning sounds.
The teacher pointed to the word _gym on the "Our School"
chart.

"Does anyone remember what this word is?

the way I say it.

GYJI!·"
sound.

Gym.

Listen to the way it begins.

She stressed but did not isolate the beginning

"Now I'll change the beginning of this word to make

a different word.
Him.

Gym.

Listen t::;

Listen to the way this word begins.

Him does not begin the same way as gy~.

start alike.

Him.

They do not

Now I'll change the beginning sound of him

to make still another word.

This word is someone's name.

Listen to th0 way the name begins.
start like g_ym or him.
begin the same WiJY.

Kim.

Kim.

Kim doesn't

Listen to hear that they do not

G~vm.

Him.

Kim.

Who can change the

beginning sound of Kirn to make another name or word?"
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(Lewis and others, 1979.)
The same procedure was followed with the words~,
lot, and books from the chart, and then the lessons in the
workbook dealing with this concept were presented.

In

these lessons the children underlined pictures of objects
whose names began with the same sound.
In the next activities at the reading/writing center,
in a process that took a large part of the school year, the
children were introduced to the letters one at a time in
the following order:

f, d, m, g, b, s, t, w, n, p, c, k,

j, h, 1, r, v, y, q, x, z, a, o, i, u, and e.

They learned

the names of the letters and one sound each stands for

(hard

~and~ and short vowel sounds), and they learned to print
the letters in both their capital and lower-case forms.
They practiced listening for beginning and ending sounds of
words and matching sounds in these positions to their letters, and they gained experience in using sema11tic, syntactic and grapho-phonic clues in decoding words.
The following is an account of the teaching methods
and materials used to teach the letter!, which was the
seventh letter taught.

The same general procedure was fol-

lowed for each of the letters.
Before the letter twas introduced, the children made
cinnamon toast and dictated a story about.

The activity

was deliberately chosen by the teacher at this time so the
)

experience chart would have at least one word starting
with t

(toast).

(A list of the activities selected to

44

introduce all of the letters is shown on page 66.)

The

experience chart, dictated as a whole-group activity, read
as follows:
Making Cinnamon Toast
First we put some bread
in our toaster.
butter on it.

We spread
We sprinkled

sugar and cinnamon on top.
We cut it into two triangles.
Finally we got to eat it.
When the children came to the reading/writing table
on the day the letter~ was to be introduced, they read the
chart -in unison with the teacher, who then called their
attention to the word toast.
word is?

Listen to the sound at the beginning of the word

when I say it.
Toast.

"Who can tell me what this

Toast.

Toast.

Say it softly with me. Toast.

I'll write toast here on the chalkboard.

Who can

find another word in the story that begins with the same
sound?"

As the children said them, the teacher listed below

l

I
I•

I:

the word toast all of the words starting with the sound/!:._/
in the story, and then other words the children thought of
or found in their word banks that began with/!/.

1'

l
l'

Each of the children was then given four pictures of
objects, one starting with each of the sounds /t/, /g/, /b/,
and /s/, ~'~'and~ being the last three previouslylearned letters.

The teacher placed a picture of a turtle

in the pocket chart and asked the children to hold up
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their pictures of objects with the same beginning sound.
The activity continued with pictures of a girl, a ball,
and a seal being placed in the pocket chart as starters
below the picture of the turtle.

Next each child in turn

came to the pocket chart and matched beginning sounds by
placing each of his pictures on the proper line .

Figure 14.

Matching Beginning Sounds

After the last child had finished,

the teacher and

children in unison said the names of the pictures on each
line and decided whether or not they all started with the
same sound.

(This activity was varied when other letters

were introduced by using similar ones suggested in Getting
Ready to Read or by using other teacher-prepared ones.)
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For reinforcement, the children did the "Listening for
Beginning Sounds in Words - t" lesson in their workbooks.
In this lesson they underlined pictures whose names began
with the same sound as turtle.
The teacher went back to the "Making Cinnamon Toast"
chart and called the children's attention to the ending
sound in the word toast, had the children find other words
in the story ending with the same sound, and listed them on
the chalkboard beside the list of words beginning with/..!:_/.
She pointed out that all the words in the first list
it,

started with the same letter, and the ones in the second
list ended with that same letter.
"The n a me of this letter i.s
sound /t/.

!,

and it stands for the

Now look at our letter card fort.

the lower-case!, and this is the capital.'!'.·
picture of the turtle on the card.

This is
Look at the

This will help you

remember that the letter t stands for the sound at the beginning of turtle.
several times.

I want you to say..!:_, turtle,/!/ "1ith me
_'!'., turtle, /!/.

_'!'., turtle, /~/.

While you

are learning to print the!, I want y ou to s a y this every
time you practice printing it at the same time that you form
the letter.

'l'omor row we w i 11 learn to print the capi t.al

! ."

Th e next day the childr e n watch e d the teacher print
six capital T's on the chalkboard.
capital!·
down.

"Watch how we make the

We start at t he top of the tall s tem and go

Th e n we ma ke a s traight line across from left to

right, st a rting at the end with the pink dot beside it.
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!, turtle /!,_/.

'I,
_,

t ur tl e, /!/ . 11

Each of the children then

went to the chalkboard and stood before a letter, and the
teacher held the hand of each as he traced the letter with
two fingers.
it down.

"Start at the top of the tall stem and trace

Now start at the left end, with the pink dot

beside it, and trace the straight line across the top.
Let's do it again.

Say'!'_, turtle,/!/,"

The children

traced the letters abcut ten more times at the chalkboard
(saying '!'_, tur tl_£, /!/ each time,) with the teacher watching closely (Slingerland, 1971.)

Figure 15.

Tracing Letters at the Chalkboard

The next step was to trace with two fingers the
letters on large laminated letter cards at the table, the
teacher guiding the hand of each child at the start, and
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then th~ children were given their work papers and pencils.
The work papers were nine-by-twelve sheets of lined newsprint with one capital! at the upper left corner.

The

children traced this letter with their pencils, the teacher
again guiding their hands to staft, and continued tracing it
until the teacher told each child individually to begin
forming the letters on his own.

She watched each child form

one or two letters, correcting him if necessary or even
having him go back to tracing the first letter, before going
to the next child.

The children made four rows of T's on

their work papers.

The same procedure, tracing tht letter

on the chalkboard, on the large letter cards, and then on
pap~r, was followed the next day with the lower-case t.

Figure 16.

'Tracing Letters on Large LettE-r Cards

Please note: A photograph on this page was redacted due to FERPA concerns.
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In this writer's opinion, this is the most effective
way to fix the names of the letters and the letter-sound
associations in children's minds.

The bonus is that when

they have learned all the letter names and sounds in this
manner, they also know how to print the letters.

The chil-

dren learn reading and writing skills simultaneously, and
these skills reinforce each bther.
Next the children did the "Making Letter--Sound
Associations - t" excercise in their workbooks.

In this

lesson they saw the letter t and underlined pictures with
names starting with the sound of that letter.
Level A of Getting ReaQy to Read is divided into
five units.

Each of the first four units covers six or

seven letters.

At the end of each of these units are ad-

ditional exercises 1n which all of the consonants in that
unit are used.
In the first of these

exercises

the children were

given the printed letters and several spoken wordsr and
they matched the beginning sounds with the correct letters.
In the second, the teacher read a passage with the last
word missing and supplied the missing consonant for the
missing word, and the children used context together with
the beginning sound to supply the word.

The children were

shown a printed word and a series of pictures in the third
exercise, the teacher read a passage with the last word
missing, and the children used context and l e tter-sound
association to decode the word.

Each of these exercises
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was preceded by similar exercises using the children's
experience charts.
The first six of sixteen high-frequency words to
be learned at sight were introduced in Unit 3, with r.ebus
sentences for practice in recognizing them.

To introduce

these words, the teacher first had the children find them
in their current and previously-dictated experience
chc::rt s .

Figure 17.

Finding a High-Frequency Word

The teacher also sl!pplied games for the J.anguagc-c1rts center to reinforce the learnii19 of these 'lv'Ords.

The

games included sight-word Bingo, word-matching games, and
board games requiring e a ch pl 3 yer ~:o r e ad a rebus sentence
Please note: A photograph on this page was redacted due to FERPA concerns.
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using the high-frequency words in order to advance to the
next space on the board with the word underlined in the
sentence.

After the children had learned to recognize the

first six high-frequency words (in, is, a, I, go, and to,)
the teacher asked them to see if they could make sentences
using any of these words together with any of the words in
their word banks.

Figure 18.

Constructing Sentences

After all of the childr e n had succeeded in forming
a sentence, the teach e r- said to them,

''You have all shown

me that you know these wo rds, and you have seen how you
can combiue them with your words to make so.ntences.

If

you want to, y ou may ch o ose to put all of these words into

Please note: A photograph on this page was redacted due to FERPA concerns.
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your word banks today, in addition to one more word you
may choose.

All of the children, of course, chose to put

the words into their word banks, and several chose other
structural words they needed to complete sentences.

The

teacher also told the children, "If you would like to use
your word banks while you are in the language-arts center,
you may do so if you walk quietly to the shelves to get
them and return them quietly during clean-up time.''

I

The remainder of the sixteen high-frequency words

j

(you, will, not, on, and, we, she, the, he, it) were intro-

i

duced in Units 4 and 5 together with more complex rebus

II

reading, and in Unit 5 the digraphs ch, s~,
were introduced.

i~,

and wh

These digraphs were taught using the

same methods employed in teaching the individual letters.
After the children rP.ached this point in their
learnirig (about six weeks before the end of the year,) the
remaining reading/writing center periods were spent in
review and reinforcement activities.

Experience charts

and charts of familiar poems and songs were used in ways
previously discussed to reinforce sequencing, reading for
meaning, letter-sound association and sight-word skills.
Other activities included the following:
1.

Constructing rebus sentences using cards with

one high-frequency word or a picture on each card, and
reading one another's sentences.
2.

Circling a specific high-frequency word on torn-

out pages of large-type books or magazines, and checking
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one another's work.
3.

Making sentences with word-bank words and

reading thern to one another.
4.

Each child reading all of his word-bank words

to a partner.
5.

Matching pictures to letters according to begin-

ning or ending sounds and checking one another's work.

Figure 19.

Matching Letters to Beginning Sounds

6.

Playing word or letter Bingo.

7.

Playing one of several board games to reinforce

learning of letter-sound association skills or highfrequency words.
8.

Matching capital letters to their lower-case forms.
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9.

Copying the letters of the alphabet.

10.

Copying word-bank words or sentences.

11.

Writing a letter or a story in a specific cre-

ative writing assignment using a list of appropriate words
and phrases together with word-bank words.
12.

Reading to one another stories that had been

individually dictated previously and put into personal
folders.
13.

Silent reading.

The children did many of these activities indepen~

I

1·
11
j

I

dently of the ~eacher, and on two or three days a week the
teacher, after starting the group on their activity for the
day, took one child aside and worked individually v.:-i th him
for part of the period.

His learning material was one of the

'1

,

I
!

l

group-dictated experience charts or familiar song or poem
that had been put into book form with one sentence to a
page, or one of his individually-dictated stories.

The

following is an example of how this individual instruction
proceeded, using the "Making Cinnamon Toast" story.
"I want. you to read the first page to yourself and
tell me what we first did with the bread.
sentence to yourself and then to me.
me what we spread on it.

Read the whole

Turn the page and tell

Read that sentence.

Now turn

that page and tell me where we sprinkled sugar and cinnamon."

If the child was unable to answer this, the teacher

had him read the sentence one word at a time, telling him
the words ~prinkled, sugar, and cinnamon if necessary.
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(1ve, and, and on were high-frequency words he should have
recognized.

If he did not, she helped him with them.)

She

read the sentence, "We sprinkled sugar and cinnamon on
Look at the first letter of the next word.
it?

What sound does that letter make?

What letter is

What word that

starts with /t/
- and ends with /o/ can you think of that
~

would make sense?

We sprinkled sugar and cinnamon on

/t/ - /p/."
The lesson continued with the teacher asking a question about each sentence,using the words the child should
not be expected to decode,

tellinq him these words if neces-

sary, and helping him to decooe the others.

Other familiar

reading material was used in subsequent sessions with this
child until,

if the teacher judged that he would be able to

succeed, he graduated to simple trade books.
If during this instruction the teacher saw that
a child was deficient in a specific skill, she asked an
aide to work with him in reinforcement activities in the
language arts center.

Each child was given this individual

attention by the teacher about once a week, the amount of
time spent with the different children varying according
to their needs.
Each child spent about twenty minutes a day, four
days a week, participating in the activities of the reading/
writing center outlined above.
time,

During the remainder of the

in other parts of the classroom, numerous other

activities contributed to the learning-to-read process.
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tunities for communication, as did the puppet stage and
the flannelboard.

Figure 21.

Telling a Flannelboard Story

Other activities in the centers also reinforced
the communication skills of speaking, listening, reading,
and writing.

Early in the year each child was given a

folder for his individually-dictated stories.

These

stories were dictated during center time to an aide who
might ask a child to tell her about the picture he was
painting, the puzzle he was working, the picture book he
was reading, the block structure he was building, or perhaps what he saw on the way to school that mo rning.

The

aide wrote the child's words on lined new s print as he said
them, eliciting more words if desirable by asking perti-

Please note: A photograph on this page was redacted due to FERPA concerns.
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nent questions.

The aide then put the story into the

child's folder, read it to him, and helped him to read it
back to her.

After the child read the story several times

he was asked if he would like to choose a word from it for
his word bank.

Figure 22.

Dictating a Story to a Volunteer Aide

Each child also had a hard-bound book with transparent pages for the insertion of one special story.
When he wanted to put a new story into this book, the old
one was taken out and inserted in his folder.

Some of the

group-dictated stories were also put into book form, in
some cases with photographs on large pages of laminated
tagboard for permanent addition to the library, and in
other cases duplicated, with one sentence to a page, for

Please note: A photograph on this page was redacted due to FERPA concerns.
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each child to read and illustrate.
During center time an aid was usually available
to give individual supervision to children who needed
reinforcement of reading skills, who needed to catch up
because of absence, or who needed further stimulation.
This was done according to the teacher's specific instructions.

The aide also supervised small groups of children

in games in which rebus sentences were used to reinforce
learning of high-frequency words, sequencing games,
lettGr-sound association games, word or letter Tic-Tac-Toe
or ~ingo, and other language-arts learning activittes.

Figure 23.

Playing a Game with Rehus Sentences

Toward the end of the year the children were given
experience in creative writing.

The first creative

Please note: A photograph on this page was redacted due to FERPA concerns.
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writing exercises were a letter to a classmate who was
ill and a letter of thanks to a park ranger who had visited
the class and talked to the children.

In these activities

the children first dictated a list of appropriate words
and phrases, which the teacher wrote on a chart as they
said them.

Using these together with their word-bank words

and help from an aide if necessary, the children wrote the
letters.

Figure 24.

Writing a Letter to a Sick Classmate

Another languags experience was the cooking
project in which the children participated about once
every two weeks.

Reading the recipe from a chart and

reading the names of the ingredi0nts from the labels on

Please note: A photograph on this page was redacted due to FERPA concerns.
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After each cooking project a story was dictated to the
teacher by the class as a whole or by small groups, and/
or to an aide by individual children.

Figure 25.

Reading the Recipe

When the children came together as a class, more
language experience activities took place under the direction of the teacher.

Those which required large blocks of

time, including sessions in the school library and gym,
were scheduled for Mondays whenever possible.

Other

Monday activities included field trips to a grocery store,
a public library, a dairy, a hospital, a restaurant, and a
veterinarian's office.

Visitors to the . classroom included

a policeman, a fireman, a park ranger, Smokey the Bear,
and seve ral parents with special talents to share with the

Please note: A photograph on this page was redacted due to FERPA concerns.
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children.

Each of these experiences was followed by a

discussion which usually resulted in a group experience
chart.

Figure 26.

A Class Picture with Smokey the Bear

The remaining time on Mondays was spent in the
same kinds of activities as those in which the children
participated during whole-group times on the other days of
the week.
1.
families,

Here are a few examples:
Discussions were held on many topics, such as
the community, homes, safety, healtl1, weather,

holidays, history, transportation, animals, and tr e es.
2.

The teacher read to the children e very day.

Class discussion of the story followed.
3.

The children participated 1n experience chart

Please note: A photograph on this page was redacted due to FERPA concerns.
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and word-bank activities as previously described.
4.

A familiar poem or song was put on a chart or

a bulletin board, and the children read or sang it in unison.

Sometimes flannelboard figures or puppets were used

in this activity.

For instance, in ''Old MacDonald Had a

Farm," different children chose the animals as the song
progressed, and later they matched the name of each animal
in the song to its picture.

Figure 27.
5.

Matching Animal Names to Pictures

The teacher told a story using flannelboard

figures or puppets.

These materials were then placed in

the language-arts center for the children's use.
6.

With pictures of the characters pinned to

their shirts or dresses, the children acted out a story.

Please note: A photograph on this page was redacted due to FERPA concerns.
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7.

The teacher showed a story-starter picture and

the children told a story about it, or the teacher started

a story and the children thought of different endings for
it.
8.

The children danced, marched, or participated

in other movement activities to music.

Figure 28.

Playing Musical Sight Words

In 2..11 of these activities the communication
skills of speaking, listening, reading, and writing
reinforced one another.

Through the many speaking and

listening experiences the children gradually became more
proficient in expression their thoughts verbally, their
auditory perception and discrimination were sharpened,
their attention spans were extended, their vocabularies

Please note: A photograph on this page was redacted due to FERPA concerns.
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were enriched, and they gained information.

Their skills

in reading and writing grew !rom this background of speaking and listening experiences.

I )
(

!

,,
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List of Activities about Which Stories Were Dictated
and Later Used to Introduce the Letters:
A -

Applesauce (cooking project)

B - Biscuits (cooking project)
C -

"Cat of Many Colors"
board story)

(Scott, 1973:40-42)

(flannel-

D - Dairy (field trip)
E - Eggshell pictures (art proj e ct)

F - Fireman (visit to classroom)
G - The Three Billy Goats Gruff (Galdone, 1973)
show)

(puppet

H - Hospital (field trip)
I - "Indians"
J

- ··

(Scott, 1968:224)

"Jee Jee Is a Jumping Jack"
(poem)

(poem)
(Scott and Thompson 1951: 149)

K - Kittens (brought to classroom)
L - "Little Lamb"

(Scott, 1968:274)

(poem)

M - Muffins and milk (cooking project)
N

Nachos (cooking project)

0 - Orange juice (nutrition project)
P - Policeman (visit to classroom)
Q -

"Pussy Cat and Queen"

(old nursery rhyme)

R

Park ranger (visit to classroom)

S

Safeway Store (field trip)

T - Cinnamon toast (cooking project)
U -

"The Swing"

(Stevenson, 1947:54)

(poem)

V - Veterinarian (field trip)
W - Water-table activities (science project)
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X - A Hen in a Fox's Den (Rasmussen and Goldberg, 1964)
Y -

"Yellow, Yellow"

(Scott and Thompson, 1951: 181)

(poem)

Z - Zoo with stuffed animals (building-block project)
CH -

"Chick Chick"

(Scott, 1968: 62)

(poem)

SH - Shells (science exhibit)
TH -

11

'I'hanksgiving 11

(Scott and Thompson, 1951:72)

WH - Wheels (bulletin-board display)

(poem)
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Testing and Evaluation
Level A of Getting Ready to Read contains forty
assessment tests (six to nine at the end of each unit,)
the use of which was required in Shelton school district
kingergartens.

These tests cover all of the learning

objectives of this level of the reading series.

Eight

addjtional tests were devised to cover th e l ea rning objectives added for this project.

The first five tested the

child's competence, using vowels and short vowel sounds,
in the following skills:

distinguishing letter forms;

listening for beginning sounds in words; matching beginning sounds and letters; using spoken context and lettersound associations; and decoding words in spoken context.
The remaining three tested the child's ability to iaentify
a printed word, a spoken sentence, and the end of a
printed sentence (see pages 69-79.)
If a child's score on a test was unsatisfactory,
the teacher assigned an aide to work with the child in
specific reteaching activities.

The child was then given

the sa~e test a second or even a third time to be sure
competence had been achieved in that skill.
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Name

Assessment Test 41

- - -- - - - -- - - -- - -

Possible Score

10

Critical Score

8

Pupil Score -

--

Distinguishing Letter Forms

A

e

u

0

a

I

--·- ---- ----·- - - -

a

0

A

e

A

I

I

LA

l
I

I

·------··· -··---J

·---------,

0

I E

E

u

•

t

u

•

I

0

_________ ___J
•

I

e
--,I

I

u

0

a

o

I

u I

____J

70

Instructions for Assessment Test 41
Find the top box at the left of the center line, here.
Put your finger in the box. There are three letters in
the box.
Put a line under small e.
Put your finger in the next box at the left of the center
line, here.
Look at the letters in the box.
Put a line
under capital~Put your fing e r in the next box at the left of the center
line, h e r e .
Look a t the l etters in the box .
Put a line
und e r sm a ll o.
Put your finger in the next box at the left of the center
line, here.
Look at the letters in the box.
Put a line
under capital Q.
Put your finger in the bottom box at the left of the center line, here.
Look at the letters in the box. Put a
line under capital ! ·
Now find the top box at the right of the c e nter liner
here.
Put your finger in the box. Look at the l e tters
in the box.
Put a line under capital Q.
Put your finger in the ne x t box at the ri g ht of the center
line, here.
Look at the letters in the box.
Put a line
under small u.
Put your finger in the next box at the right of the center
line, here.
Look at the letters in the box.
Put a line
under small i.
Put your finger in the next box at the right of the center
line, here.
Look at the letters in the box.
Put a line
under capital~Put your finger in the bottom box at the right of the center line, here.
Look at the letters in the box. Put a
line under small a.
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Name

Assessment Test 42

--------'-------- - -

Possible Score

5

Critical Score

4

Pupil Score

Listening for Beginning Sounds in Words

Please note: Images on this page were redacted due to copyright concerns.
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Instructions for Assessment Test 42
Listening for Beginning Sounds in Words
Find the top row .of pictures.
Put your finger on the picture of the apple in the box at the beginning of that row.
Listen as I name the pictures:
apple, alligator, elbow,
onion.
Put a line under the picture whose name begins
with the same sound as .§EEle.
Put your finger on the picture of the egg in the box at
the beginning of the next row.
Listen as I name the pictures:
egg, antenna, enve ~}:: , ox.
Put a line under the
pictur e v;ho se rame b e gins with the s a me s ound as cgq.
Put your finger on the picture of the igloo in the box at
the beginning of the next row.
Listen as I n a me the pictures:
igloo, olives, anchor, ink.
Put a line under the
picture who-se name begins with the same sound a 3 iqloo.
Put your finger on the picture of the octopus in the box
at the beginning of the next row.
Listen as I name the
pictures:
octopus, ant, inch, ostrich.
Put a line under
the picture whose name begins with the samE~ sound as octopus.
Put your finger on the picture of the umbrella in the box
at the beginning of the bottom row.
Listen as I name the
pictures:
umbrella, avocados, umpire, elephant.
Put a
line under fhe picture whose name begin·s with the same
sound as umbrella.
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Assessment Test 43
Possible Score

5

Critical Score

4

Pupil Score~-

Matching Beginning Sounds and Letters

Please note: Images on this page were redacted due to copyright concerns.
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Instructions for Assessment Test 43
Matching Beginning Sounds and Letters
Find the top row.
Put your finger in the small box at the
beginning of that row.
Look at the letter in the small
box.
Listen as I name the pictures in that row: olives,
umpire, anchor.
Put a line under the picture whosename
begins with the sound for the letter.
Put your finger in the small box at the beginning of the
next row.
Look at the letter.
Listen as I name the pictures:
ant, oven, igloo.
Put a line under the picture
whos e name -begins with th e sound for the letter.
Put your finger in the small box at the beginning of the
next row.
Look at the l~tter.
Listen as I name the pictures:
onion, astronaut, elephant.
Put a line under the
picture whose name begins with the sound for the letter.
Put your finger in the small box at the beginning of the
next row.
Look at the letter.
Listen as I name the pictures:
ostrich, alligator, elbow.
Put a line under the
picture whose name begins with the sound for the letter.
Put your finger in the small box at the beginning of the
bottom row.
Look at the letter. Listen as I name the
pictures:
antenna, inch, octopus. Put a line under the
picture whose name begins with the sound for the letter.

fi

I'

11
I

I
I
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Name

I

Possible Score
'··

Assessment Test 44

- - - - - - - -- - -- - - - 5

Critical Score

4

Pupil Score

Using Spoken Context and Letter-Sound Associations

Please note: Images on this page were redacted due to copyright concerns.
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Instructions for Assessment Test 44
Using Spoken Context and Letter-Sound Association
Find the top row.
Put your finger in the small box at the
beginning of that row.
Look at the letter in the small
box.
Listen as I name the pictures: !JananB:_, antlers,
apple.
I'll read something and stop just before the end.
Put a line under the picture whose name makes sense and
begins with the sound for the letter. Listen: Janice was
hungry.
She ate the
Put your finger in the small box at the beginning of the
next row.
Look at the letter.
Listen as I namG the pictures: ~mbrella, boots, um p ire.
I'll read something and
stop just before the end.
Put a line under the picture
whose name makes sense and begins with the sound for the
letter.
Listen:
It was raining. Tommy's mother said,
"I'm going to walk to the store.
1 1 11 need my
"

1·

r

Put your finger in the small box at the be ginning of the
next row.
Look at the letter. Listen as I name the pictures;
egg, _envelope, mailbox.
I' 11 read something and
stop just before the end.
Put a line under the picture
whose name makes sense and begins with the sound for the
letter. Listen:
Billy wrote a letter to his grandmother.
He put the letter in the--~~Put your finger in the small box at the beginning of the
next row.
Look at the letter. Listen as I name the pictures:
igloo, tent, ink.
I'll read something and stop
just before theend.
Put a line under the picture whose
name makes sense and begins with the sound for the letter.
Listen: An Eskimo boy went fishing with his father.
After they caught some fish, they went back home to their
Put your finger in the small box at the beginning of the
bottom row.
Look at the letter. Listen as I name the
pictures:
ox, olives, cheese.
I'll read something and
stop just beforethe end.
Put a line under the picture
whose name makes sense and begins with the sound for the
letter. Listen:
Kim's father asked, "What do you want on
your pizza?" Kim answered, "I want a lot of
"
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Assessment Test 45

i

Possible Score

5

Critical Score

4

Pupil Score- -

Decoding Printed Words in Spoken Context

•
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Instructions for Assessment Test 45
Decoding Printed Words in Spoken Context
Find the top row.
Put your finger in the small box at the
beginning of that row.
Put a line under the first letter
of the word in the small box. Listen as I name the pictures in that row:
fish, ostrich, octopus.
I'll read
something and stop just before the last word. The last
word is the word in the small box.
Put a line under the
picture that the last word names.
Listen:
Jenny and Mike
went to the aquarium.
They could see under the water
through a big glass window. Jenny pointed to the
Put your finger in the small box at the be ginning of the
next row.
Put a line under the first letter of the word.
Listen as I name the pictures:
Indi a ns, inch, p ilgrims.
I'll read something and stop just before the last word.
The last word is the word in the small box.
Put a line
under the picture that the last word names.
Listen:
The
children put on a Thanksgiving play for their parents.
In
the play they pretended they were the people at the first
Thanksgiving. Brian was one of the
Put you£ finger in the small box at the be ginning of the
next row.
Put a line under the first letter of the word.
Listen as I name the pictures:
bees, ants, antenna.
I'll
read something and stop just befor-ethe last \'lord-.- The
last word is the word in the small box.
Put a line under
the picture that the last word names.
Listen:
Lisa went
on a picnic with her family.
Lisa said, "there arE things
crawling on our food.
They are
Put your finger in the small box at the beginning of the
next row.
Put a line under the first letter of the word.
Listen as I name the pictures:
batte~, umbrella, ump ire.
I'll read something and stop just before the last word.
The last word is the word in the small box.
Put a line
under the picture that the last word names.
Listen:
Dan
and his father went to a baseball game.
Dan's father
said, "One of the most important men on the field is the
II

Put your finger in the small box at the beginning of the
bottom row.
Put a line under the first letter of the
word.
Listen as I name the pictures:
lion, Eskimo, eleEh a nt.
I'll read something and stop just before the last
word.
The last word is the word in the small box.
Put a
line under the picture that the last word names.
Listen:
Judy saw a lot of animals at the zoo.
One of the animals
she saw was the
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Assessment Test 46
Identifying a Printed Word
Using an experience chart, the child frames with
his hands one word in each line.

Assessment Test 47
Identifying a Spoken Sentence
Instructions:

"I will read several groups of

words, and I want you to tell me if each group is a sentence.

Listen:

and went to the fair.

Kevin has a baby

sister.

A policeman visited us.

All the kittens in the

basket.

Rudolph, the red-nosed reindeer.

I go to school.

Did you go to the fair?' ·

Assessment Test 48
Identifying the End of a Printed Sentence
Using an experience chart written in paragraph
form, the child points to the ends of the sentences.

Note:

Assessment tests 46, 47, and 48 were given to the

children during individual reading-instruction sessions.

)
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Record Keeping
For each child, the teacher kept an individual
folder in which all of his tests were filed.

In addition,

she had a notebook with master sheets on which all of the
children's names were listed beside columns for recording
the results of the tests (see page 82 for sample master
sheet.)

When a child tested satisfactorily on a test, she

placed an~ in the sppropriate column after his name.

If

his score was not satisfactory, she placed an 2 in that
column.

When later retesting indicated that he had mas-

tered the skill involved, an x was superimposed on the o.
After the results of a test were recorded on the
master sheet, the teacher could see at a glance which
children needed additional help in the skill tested.

On

a separate card for each of these children, she wrote the
child's name, the number of the test, and the date.

She

then put these cards in a box in the language-arts center.
Located in the language-arts center was a notebook with a page for each test.

Listed on each of these

pages were the number of the test, the learning objective,
the skill tested, and learning activities designed to
develop that skill.

When a child whose name was on one of

the cards reached the language-arts center with his group,
the aide supervised him in appropriate reteaching activities, using as many as needed until she felt the child

81 ·

was competent in that skill.

She listed the activities

completed on the card and returned the card to the
teacher, who then retested the child and recorded the
result.
Also located in the language-arts center was an
alphabetical list of the children's names with numbered
columns beside them (see page 83.)

Each time a child dic-

tated an individual story for his folder, the person to
whom it was dictated put a check mark in the next column
beside his name.

This record was used to see that all

the children had adequate reading materials in his own

t

I

words.

l

To record the children's progress in individual
reading instruction, the teacher had a loose-leaf note-

I

book with a page for each child.

At the end of each ses-

sion with a child, the teacher wrote on his page the book
or story he was reading, the last page he read, and com-

r
t

ments about his progress.

I

The children had their own record-keeping system.

I

The alphabet was printed inside the front cover of their
fo1ders of individual stories.

}

When a child passed all

the tests connected with a particular letter, the letter
was circled, giving him a record of the letters he had
learned.

The child's word bank was his record of special

words he could read, and his folder was his record of
)

stories he had dictated and read.
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Master Sheet for Recording
Assessment-Test Results
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Master Sheet for Recording
Individually-Dictated Stories
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Parent Involvement
During the home visits mentioned earlier, which
were made before school started in the fall,

the teacher

gave the parents a book about the kindergarten program to
read while she was talking to the child.

The first page

of the book was this letter:
Dear Parents,
Your child will be starting kindergarten soon.
This is
a very important step in his life, and we want to make
it as easy as we can for him.
I make home visits to all the children who were registered in the spring and assigned to my room, so they
will see at least one familiar face when they arrive
at school the first day.
I also set up certain hours
during the last week before school starts for the
children to come in small groups with their parents to
familiarize themselves with the room and get acquainted
with one another.
All of this helps to make the first
day of school less overwhelming.
It is very important to me that ev e ry child want to
come to school.
If after a few days your child is
reluctant to come, please let me know so that I can
make a special effort to help him feel comfortable and
secure at school.
We start very slowly in kindergarten, giving the children lots of time to adjust to the
school situation before beginning academic work.
Visitors are always welcome in our classroom.
Drop in
whenever you like and stay as long as you can.
Do try
to come at least once during the year, because it is a
very special time for a child when someone from his own
family visits his classroom.
I also want you to know
that I am always available before and after school if
you have any questions or concerns about your child's
progress.
If you think he has problems requiring a
fairly lenghty discussion, call me and we will set up a
time; otherwise just drop in.
Your child will be bring home letters to keep you
informed on what we are doing and to give you suggestions of ways you can help in his progress.
It is very
important that you follow these suggestions to insur e
that your child will keep up with his classmates.
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I look forward to welcoming your child to kindergarten
and feel confident that he will have a happy, successful year.
The book also explained classroom routines and
teaching methods and had a section for each learning center, with an explanation of the learning activities that
would take place in that center and several captioned
snapshots of children participating in those activities.
After the parents had finished reading the book and the
teacher had made friends with the child, the book was
given to the child to look at while parents and teacher
talked together for a few minutes.

Before leavi11g, the

teacher gave the parents a letter asking for volunteer
help (seep. 88) and gave the child an invitation to bring
his parents to the open house to be held a few days before
the start of school (seep. 89.)
Although the primary purpose of this open house
was to give the children an opportunity to become familiar witl1 the classroom and one another before school
started, a secondary planned purpose was to n1ake the parents themselves feel welcome and comfortable in the classroom and for parents and teacher to become better
acquainted.

Another open house, this one school-wide, was

held in October.

At this time the children's work was on

display throughout the room, and a chart in e&ch center
eiplained the goals and activities of that center.

Each

child showed his parents around the roo~, and ttie teacher
talked informally with small groups of parents.

The
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teacher made it a point throughout the year to attend
P.T.A. and school-board meetings and to become active in
other community affairs where she might encounter parents
of her children and make better friends with them.
Parents were · encouraged to visit the classroom and
take part in its activities.

Many of them offered their

time, ~nergy, and ability to help the kindergarten program
run r:;rno o th ly .

S e \1c-c :,. l

shar e ('! th e ir L ,.len :. s 'di tb the

class, including a father who brought a pumpkin to school
on Halloween and carved it with the children's assistance,

Figure 29.

A Pumpkin-Carving Project by a Parent

a mother who demonstrated weaving on hC:>r loom, and another
mother who played her accordian for the childr e n.

Other

parents ran dittos, assembled storybooks, prepar e d art and

Please note: A photograph on this page was redacted due to FERPA concerns.
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cooking projects at home, made and donated play dough,
washed paint smocks, made and mended dress-up clothes and
doll clothes, supervised the children on field trips, and
did many other time-consuming jobs.

By becoming involved

in these ways, these parents kept abreast of what went on
in the classroom and felt a part of it.

Figure 30.

A Parent Reading to the Children

Letters informing p a rents of current classroom
occupations were sent home at l e a s t once a month.

In

addition, letters about individual children's progress
were sent when appropriate.

All of the letters suggested

ways the parents could help their children in their school
perfo rmance.

(See pages 90-98 for samples of both kinds

of letters.)

Please note: A photograph on this page was redacted due to FERPA concerns.
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Letter Given to Parents during Home Visits
before the Start of the School Year
Dear Parents,
Our kindergarten needs volunteers to help with many activities.
Fathers, mothers, grandparents, and neighbors
are all welcome.
Room helpers come to school one day a
week and supervise small groups of children in a learning
center.
The children can receive more individual attention if there are extra adults in the room.
Some parents
volunteer to babysit for younger children while another
parent is at school.
If you work during the day and can't
come to school on a regular basis, you can help in many
- other ways. Will you please fill out this sheet and
return it to me if you are able to volunteer your help.

f

Your name

·l

Please check below the help you would like to give.

- - -- - - - - - - - - - -- - -

Phone- - - - - --

Room helper once a week (Need a babysitter? - - Room helper every other week (Need a babysitter? ___ ~)
--~Babysitter for younger children of a ·room helper
--~Help supervise the children on field trips
~~Share your profession, hobby or musical talent with us
Wash paint smocks once a week (no ironing necessary)
Make and donate play dough once a month
Make and/or maintain doll clothes and dress-up clothes
___ Repair learning materials
- -~ Prepare cooking projects at home (cookie dough, etc.)
Trace and cut out letters for bulletin board
~~Prepare special art projects (designs furnished)
~ ~Run dittos (I will show you how - it's very simple)
Staple pages together into storybooks
Serve on telephone committee
Other

- - - - - - - - - - - - - - - - - - - - - -- - - ---Thanks so much!
Shelby Scott
Home phone:
School phone:

Please note: Telephone numbers on this page were redacted due to privacy concerns.
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Invitation Given to Children during Home Visits
before the Start of the School Year
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General Letter to Parents
Dear Parents,

.

We started our learning-center program on Tuesday of this
week.
The children go in small groups to the five centers
in turn, participating in the learning activities of
each.
While aides supervise the children in the other
centers, I will give small groups instruction in the
reading/writing center.
They will learn to identify each
letter of the alphabet, print it, and fix the lettersound associ a tion in their minds in one operation by saying t h e nam e of the l e t t er, th e Key wo r d, and th e sound
of the letter (f, fish, /f/) as they practice forming it.
Key words are words we use to remember the sounds the
letters represent.
Here is a list of the lette rs with
their key words, in the order in which the children will
learn them:
fish

1. f

2.

a

- dog

-

mouse
girl
5 . b - ball
6 . s - seal
7 . t - turtle
8. w - wishbone
9. n - needle
3• m

4. g

!
r

I
r

II
I

i

I
'

I

p - pigeon
C - cake
k - kangaroo
j - jar
h - horn
1 - lamp
16. r - rabbit
17. V - vase
18. y - yarn

10.
11.
12.
13.
14.
15.

19.
20.
21.
22.
23.
24.
25.
26.

q

-

queen

-

apple
octopus
igloo
umbrella
elephant

- fox
z - zebra

X

a
0

i
u
e

For each of the letters, the children will dictate a
story to me, which I will write on a large chart as they
dictate.
It will then be used to introduce the letter by
listing the words in it that start with that letter's
sound.
I will make sure there is at least one such word
by planning appropriate activities to write about.
For instance, a visit by a fireman, with a fire truck and
a talk about fire safety, is scheduled for next Monday
because the letter f is to be introduced next week.
At the end of this letter is the first story the children
dictated, which was used to demonstrate what a printed
word is, what a sentence is, reading from left to right
and top to bottom of a page, how to listen for beginning
sounds of words, and how to read for meaning.
All of
these concepts will be reinforc e d many times with other
stories before they are fully absorbed.
Using the children's own words as their reading material makes learning
more meaningful and makes them want to read.
Read the story to your child one sente nc e at a time,
sweeping your hand across the p a ge below the words as you

91
do so, and have him read it back to you.
He might soon
have it memorized and "read" it all by himself.
Don't be
alarmed if he doesn't, however, and please don't discourage him by expecting too much too soon.
Praise him lavishly for what he can do, and let it be an enjoyable
experience.
The important thing for the child to understand at this
point is that what he says can be written, and what is
written can be read.
You can help in this by making a
game of writing down what he says, reading it to him, and
helping him read it back to you.
You can also help as
each of the letters is introduced by having him practice
printing the letter (saying the name of the letter, the
key word, and the sound as he does co,) by pointing out
words that start with the sound of the letter and having
him think of others, and by asking him to circle words in
a newspaper or magazine that start with the letter.
I will keep you informed about what the children are
learning and offer further suggestions of ways you can
help your child in his school progress.
Shelby Scott
Here is the children's first story:
f

t

Our ScJ100 \

I

i
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!
i

f

l
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hoc l has

a

9Y tn ·
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General Letter to Parents

Dear Parents,
Has your child told you about his word bank?

This

is a plastic container in which he keeps words he has
chosen to learn because they h~ve personal significance
for him.

They are his own special words.

They are

printed on 4 "x8" strips of l i ne.d tagboard, and he v.d.11 be
choosing new words throughout the year.

When I gave him

his word bank at the beginning of the year, it already
contained one word--his name--which I had chosen for him
because it was special to me.
I am sending home duplicates of your child's wordbank words with an envelope to keep them in, and I will
send others as he chooses them.

Have him read the words

to you frequently, and you might give him another envelope for other words he knows.

At school we have a rule

that a child doesn't choose a new word unless he knows
all the ones already in his word bank.

You might want to

follow this rule at home too, to motivate him to learn
the words.
I have observed that at this time most of the children seem to have a limit of the number of words they can
remember.

When a child adds a new word, he remembers it

but forgets one of the others.

So don't worry if this

happens with your child--it seems to be pretty normal for
now, and in time he will know so many words that his word
bank won't hold them all!

Shelby Scott
(home)
(school)

Please note: telephone numbers on this page were redacted due to privacy concerns.
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General Letter to Parents
Dear Parents,
The first thirteen of the letters have now been learned
by your children.
These letters are d, f, m, g, b, s, t,
w, n, p, c, k, and j.
I have also introduced six highfrequency words (in, is, a, I, go, to,) which the children are learning to recognize instantly.
You can help in
this by printing each word on a card and using them as
flash cards:
hold them up one at a time and have the child
name the word.
I am sending home with each child a gam e for him to play
with you (or with older brothers or sisters) using the
cards you make.
Shuffle the cards and put them in a
stack face down.
Each player in turn draws a card, reads
the word on it, finds the next space on the game trail
with that word, and moves his marker to that space.
Markers can be small buttons in different colors, beans
marked with colored felt pens, different kinds of beans,
or even small pieces of colored paper.
( I hope the
games all reached home in good condition.
Let me know
if your child's didn't make it and we'll try again.)
You
might want to glue or staple it to a sheet of cardboard
and tape the edges.
During the last few days we have been reading rebus sentences using these sight words.
Rebus sentences are ones
in which pictures are substituted for some of the words:

A

t

lS

.,n

a

Using the sight-word cards with pictures they cut from
magazines, the children can have fun constructing their
own rebus sentences at home.
They can also make sentences by using their word-bank words instead of pictures
with the cards, or by using a combination of all three.
On Monday we will visit the hospital and write a story
about it, and the next day start on the exercises for the
letter h.
This will be followed by the letters 1, r, and
v, and Iater on the children will have more sighi wZrds.
~hey are all doing well and I am pleased with their
progress.
Be sure to call me if you have any questions
about how your child is doing, and let me urge you again
to visit the classroom.
The day a parent comes to visit
is a very special day.
Shelby Scott
(home)
(schciol)

Please note: Telephone numbers on this page were redacted due to privacy concerns.
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Learning Game Attached to Letter to Parents

.
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General Letter to Parents
Dear Parents,
"What can I do to help my child do better in school?" is
a question frequently asked by parents of my kindergarten
children.
Here are some suggestions in answer to that
question:
Talk with your child and encourage him to talk to you.
Show interest in what he says.
Be patient with him when supervising hi s homework.
New le a rning requir e s many repetiti o ns b~fore it is
absorbed.
Provide a quiet place for home study.
Praise him for his efforts and help him with his problems.
Praise reinforces learning, while adverse criticism stifles it.
Rea d to y o ur child a nd e n c our a g e hi s qu es tions and
co~n e nt s as you re a d .
Have him point out word s and
1.e tt e r s he know s .
Provide r ea ding ma t e ri a l at his
l e vel o f un de rstanding .
Ta ke h im to th e publ i c
library regularly to check out his own books.
See that your child comes to school every day unless
he is seriously ill.
It will be hard for him lo
catch up if he falls behind because of frequent or
prolonged absence.
If absence is unavoidable, work
with him at home on the learning he has missed.
Be sure he gets plenty of sleep every night.
Set a
bedtime and stick to it.
Learning is difficult for
a child who is tired or sleepy.
Read the letters sent home from school and follow the
suggestions in them.
Call me if you have any questions about your child's
progress.

I hope these suggestions will help you in your efforts to
see that your child succeeds in school.
Shelby Scott
(school)
(home)

Please note: Telephone numbers on this page were redacted due to privacy concerns.
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Letter to Individual Parents

Dear

and

,

We're so glad to see
we missed her sparkle.

back in school--

While she was sick the

other children in her group learned the letters
s and t.
I am sending some work papers for her to
do at home to help catch up.

Have her trace the

letter in the upper left corner of each page
several times and then print the letter four or
five times on each line, saying the name of the
letter, the key word, and the sound the letter
represents while she forms each letter (s, seal,
/s/ and t, turtle, /t/.)

Also have her think

of words that start with the sounds of the letters and circle words starting with the letters
in newspapers or magazines.

An aide will also

be working individually with her at school on
learning activities involving these letters.
I am not at all worried about

--! know

it won't take her very long to catch up.

We're

happy that she's well now and back with us again.

Shelby

Please note: Names on this page were redacted due to FERPA concerns.
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Letter to Individual Parents

Dear Mr. and Mrs.

,

I have introduced some sight words to the children,
and

is having trouble learning to recognize

them instantly.
in, is,

.§.,

The words we have had so far are

.!_, g_g_, and _to.

I am senc]ing you some

cards with the words on them and would like you to
use them in working with
game with the cards:

at home.

Play a

hold them up one at a time

and have him name the word, and give him the ones
he knows to hold.
by himself.

Or have him go through the words

I would like to emphasize that it is

very important to praise him for what he can do
rather than to point out his mistakes.
An aide is working with

at school, but he

also needs help at home if he is to stay abreast of
the other children.

He is a delightful little boy

and I'm sure that with your help he will do fine.

Shelby Scott
(home)
(school)

Please note: Names and telephone numbers on this page were redacted due to FERPA and privacy concerns.
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Letter to Individual Parents

Dear Mr. and Mrs.

,

is having problems at school--or rather
I am having problems with him.

He is so far

ahead of the other children that I have trouble
knowing what to do with him.
I furnish him with books at his reading level
and second-grade work pap e rs in all subject s , and
he seems satisfied.

He is a very happy, well-

adjusted child, and I see no signs of the boredom
that might be expected.

With twenty-six other

children in the classroom, though, I

just haven't

the time to give him the amount of individu a l
attention a gifted child like

needs.

I would suggest that you supply him with as
much extra stimulation at home as you can.
sure he has plenty of books to read.

Make

Take him

to the library every week and let him pick them
out himself.

He seems especially interested in

math and science and would probably enjoy working
with a calculator and doing science experiments.
To the extent that you are able, furnish him with
the tools he needs to stimulate his imagination,
and talk with him constantly and take him to
interesting places.

I know you are considering putting him in
the second grade next year, and I would be very
happy to meet with you to discuss this possibility.

Shelby Scott
(home)
(school)

Please note: Names and telephone numbers on this page were redacted due to FERPA and privacy concerns.
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Trainina and Roles of Aides
During the first week of school the teacher called
a meeting of the mothers who had volunteered to be room
helpers.

Also included was a high-school senior who had

asked to help in the classroom as part of her studies in
child development.

(She had been able to adjust her

schedule so she could spend the entire center time in the
kindergarten on each of the four days a week the children
were involved in center activities.)

At th~ meeting the

teacher asked the high-school student to be the aide in
the language-arts center and the four mothers (each of
whom had volunteered to come one day a week)
in the art/cooking center.

to be aides

She then listed the duties of

the aides in these two areas, with all listening so that
each would be prepared to handle both areas in case of
absence of the other aide.
As explained by the teacher, the primary duties of
the aide in the language-arts center were to supervise
assigned reteaching activities and to take dictation of
the children's individual stories.

She was also to handle

any crises that might arise in her center and in the math/
manipulative center, ard to help children with their math
papers if they needed assistance.
During group time at the beginning of the day,
while the ~hildren were on the rug with the teacher, the
duties of the aide in the art center were to change the
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tape on the recorder in the library/listening center and
to set up the art/cooking center.

On cooking days this

involved getting out the ingredients and tools to be used,
labeling the ingredients, and printing the recipe on an
experience chart.

On other days it involved mixing

paints, replenishing art supplies, and setting out components of the da y 's special art project.

During center

time h e r duties were to give the c hild ren an y help th e y
might need in their art activiti e s, write stories from the
children's dictation about these activities
pictures,)

(or titles on

supervise a cooking project once e v er y two weeks,

Figure 31.

An Aide Sup e rvising a Cooking Project

and handle probl e ms in the librar y/J. i s tening center.
job during reces s ~ a s to sup e rvis e tho childr e n on the

Please note: A photograph has been redacted due to FERPA concerns.
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playground, and during the closing whole-group time to
clean the art/cooking center.
The teacher gave the aides what instruction was
necessary to enable them to carry out these duties.

After

explaining the system for scheduling reteaching activities
in the language-arts center, she show e d how to use some of
the learning activities, pointing out the objectives for
each.

(A sample page from the language-arts learning-

activities notebook is shown on pages 104-105.)

Figure 32.

An Aide Supeivising a Reteaching Game

The teacher also showed the aides where all
materials were stored and how to mix paints.

So that the

aides, when taking the children's dictation, would form
the letters in the same way the children would be taught,
she quickly ran through the alphabet on the chalkboard.

Please note: A photograph has been redacted due to FERPA concerns.
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during center time so the teacher could concentrate without interruption on teaching reading and writing skills to
small groups.

Figure 33.

A Sixth-Grader Helping in the Library

Please note: A photograph has been redacted due to FERPA concerns.
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Page from Language-Arts
Learning-Activities Notebook
Assessment Test 9, Listening for Beginning Sounds in Words
(b s t w)
Learning Activities:
1. Use the child's folder of individually-dictated stories,
group experience charts, group stories made into books,
or stories that were read to the class recently.
Select sentences with words starting with b, s, t, or w.
Read the sentence and ask the child to name the word
with that beginning sound.
2. Use red pocket chart and pocket-chart beginning-sound
picture cards b s t w (5 of each).
Place one picture
for each sound in a separate pocket in the top row.
Place remaining pictures in random order in the pockets
below.
Name the pictures in the first column. Ask the
child to point to and name the pictures that begin with
the same sound as the top picture. Continue with
remaining ~olumns.
3 . Use red pocket chart and pocket-chart beginning-sound
picture cards b s t w (5 of each).
Place one picture
for each sound in a separate pocket in the top row.
Name all the pictures. Shuffle remaining cards and ask
the child to place each of these pictures in a pocket
below the picture with the same beginning sound. When
he is finished ask him to name the pictures in each
column.
4. Use felt board game and all of the b s t w felt-back
beginning-sound picture cards. Place four pictures for
each sound in random order on the trail.
Name all the
pictures. Shuffle remaining cards and place face-down
in a stack.
Each player in turn draws the top card,
names the picture, and moves his marker to the next
space on the trail with a picture with the same beginning sound.
5. Use red pocket chart, pocket-chart beginning-sound picture cards b s t w (6 of each), and one blunk card.
Name all the pictures and place the cards face-down in
random order in the pockets. Each player in turn
chooses two cards, turns them over and returns them to
their pockets face up, and names the pictures.
If they
have the same beginning sound, he places them in a
stack in front of him.
If not he turns them face-down
again in their pockets. The game ends when only the
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blank card is left in the pocket chart, and the winner
is the player with the most cards.
6. Use felt Tic-Tac-Toe board and felt-back beginningsound picture cards b s t w (4 each of three of the
sounds, 6 of the fourth).
Place half the cards for
each sound . in random order on the board. Name all the
pictures. Shuffle remaining cards and place them facedown in a stack. Each player in turn draws the top
card, names the picture, and places one of his markers
on a picture with the same beginning sound. The winner
is the first player with three markers in a row.

)
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(Room-helper schedule given to aides and posted in classroom beside the teacher's desk)
ROOM-HELPER SCHEDULE

Morning Schedule:
Tuesday; ________,_(N_a_m._e_a_n_d__t_e_l_e~p~_h_o_n_e_n_u_m_b_e_r--!...)___
Wednesday:

II

II

II

"

Thursday: - -- -- - -

II

II

II

"

Friday:

11·

II

II

"
---------------------------

Afternoon Schedule:
Tuesday:

- - - - - - - - - - - - "- - - - - - - - - -" II

Wednesday:

II

II

II

II

-------------------- "
Thursday:
"
"
- ---------------------Friday:
"
---------------------II

II

II

II

II

If you find you will be unable to be at school on
your assigned day, please call one of the other helpers

I

and try to arrange to exchange days.

f
il

office (

i·(l

Call the school

) and leave a message for me if you cannot

arrange an exchange.
Thanks so much for volunteering your help.

It will

make this year a special one for your child and for all of
his classmates.
Shelby Scott
(Phone:

)

Please note: Telephone numbers were redacted due to privacy concerns.
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(Instructions Given to Room Helpers
and Posted in the Language-Arts Center)
INSTRUCTIONS FOR LANGUAGE-AR'rS AIDE
Check box of cards for names of children needing reteaching, plan activities for them, and get out learning materials to be used.
Check the list of children's individually-dictated stories
and pick out several who have dictated fewer stories than
mo s t of the others.
Supervise reteaching activities as the children reach your
center with their groups. This has first priority in the
center; if a child is assigned these activities, he must
participate in them before doing anything else. Except
for the child who has a lot of catching up to do because
of a long absence, use the reteaching materials for about
half the period, and let the child choo s e other activities
for the remainder of his time in your center.
Look for opportunities to suggest dictated stories to the
children picked out earlier (about block structures they
have made, experiments at the science table, their activities in the role-playing area, etc.)

'

).

i'

Suggest appropriate learning games to children who are not
busy. Play the games with them if you have time.

l.
i

r

[
tl!
I

rf
I

I

Help children with their math papers when asked by them.
Copies of the papers, with instructions, may be found on
top of the math/manipulative storage shelves.
Handle disciplinary problems and small crises in the math/
manipulative and language-art centers.
Talk with the children, be interested in what they have to
tell you, answer their questions, and praise them for
their efforts and for appropriate behavior.
At the end of the session, return to the box on the teacher's desk the cards of any children who have finished
their reteaching activities and who have in your judgment
mastered the skills involved.

108
(Instructions Given to Room Helpers
and Posted in the Art/Cooking Center)
INSTRUCTIONS FOR ART/COOKING AIDE

f

General:
Talk with the children, be interested in what they
have to tell you, answer their questions, and praise them
for their efforts and for appropriate behavior.
Handle disciplinary probl e ms ~na small crises in th~
library/listening and art/cooking centers.
Supervise the children on playground during recess.
Change tape in recorder in listening area daily.
On ~ooking_ Days:

used.

Got out all ingredients, 11h~nsils, and tools to be~
Label ingredients. Write recipe on experience chart.

During center time:
Read recipe to children and help them to read it back
to you and to read the ingredient labels.
Supervise the
cooking activity (follow directions in the cooking-project
card file.)
During closing whole-gro~ time:
Wash and put away utensils and tools used, put away
ingredients, wipe off table, and store menu chart.
On Art Days:
{i

I!

'I

;

During beginning whole-group time:
Mix paints and set out paints, brushes, paint smocks
and wash cloths.
Restock paper shelves and refill paste
containers if necessary. Check crayons and discard and
replace stubs.
Set out components of the day's special art project.
~uring center time:
Give children any help they might need if their art

l

I
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activities.
cut.

Use helping scissors to help them learn to

Take
after each
to pull on
they won't

down paintings and set to dry, clean easel
use, and put up another paper. Remind children
the sleeves when taking off paint smocks so
be turned inside out.

'I
I

~

Help children get paste and play-dough lids on
tightly.
Remind children to conserve paper and other supplies
and to clean their areas before putting projects in their

l

r

boxes .
During closing whole-group time:
Tighten lids on paste and play-dough containers.
Put lids on paint containers and wipe off.
Put dry paintings in children's boxes or set aside
if they are to be used in bulletin-board displays.
- Wipe off table and easels.
Wash scissors if necessary, wash paint brushes,
rinse out wash cloths, and hang paint smocks.

t
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(List of Classroom Rules for the Children,
Given to the Aides and Posted in the Centers)
CLASSROOM RULES
General
Speak with quiet voices.
Walk quietly.
Keep materials and chairs in proper center.
Put away materials when finished with them.
Keep busy.
Push in chairs when leaving a table.
Get drinks during center time only.
Use necklace when going to restroom.
Language-Arts Center
Participate in learning activities with the aide when she
asks you to do so.
Put materials back in their proper boxes.
Return letter
and picture cards to their boxes in alphabetical order
(ask the aide for help if necessary.)
Handle flannelboard figures carefully and put them flat in
their boxes.
Use puppets properly (no using of them as boxing gloves.)

!
JI
'

I
~

Math/Manipulativ~/Science Center
Complete math paper(s), put name on it, and put it in the
finished-work box.
Finish puzzles before putting them away.
Find an empty space for materials instead of stacking them
on top of others.
Keep blocks on the rug.
Stay seated or kneeling while block building (no building
of airplanes and then flying around the room.)
Use blocks for building only (no throwing.)
Keep sand or water in the sand/water basin.
Use the towel
immediately to wipe up if you accidentally splash or
drip water on the floor.
Art/Cooking Center
Cover the point of scissors when walking to the table.
Put only pointer finger in paste.
Wear a paint smock while painting.
Keep the paint smock right side out by pulling on the
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sleeves to take it off.
Use cloth at easel to clean hands only (aide will clean
easel.}
Leave painting on easel (aide will take it down.}
Put lids back tightly on paste and play-dough containers
(ask for help if needed.)
Do only one special project each day.
Get out papers one at a time. Don't waste paper; use
scraps when possible.
Clean your area and put materials away before leaving center to put project in your box.
Library/Listening Center
Turn book pages carefully and put books away when finished
with them.
Use ladder to reading loft one at a time.
Hold on with both hands while on ladder.
Go from ladder to loft on knees (no standing on loft.)
Climb down ladder backwards, using both hands (no jumping
from loft.)
Touch only the colored buttons on tape recorder (green to
sta~t, red to stop, and yellow to rewind.)
Do not
fouch the . volume control (ask an aide for help if you
need to change the volume.

!I
I

J
I
t
\

i

r

J

f

i

J

'
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(Suggestions for Discipline Procedures,
Given to the Aides and Posted in Their Centers)
DISCIPLINE PROCEDURES
Try to avoid discipline problems by continually praising
children for appropriate behavior.
(I like the way you
took the puzzle apart carefully; thank you for carrying
the scissors the safe way; you and Jack are playing nicely
together~ I'm glad you remembered to use both hands on the
ladder; etc.)
A hug, kiss, wink, or smile is also effec-

tive.
You will soon learn to anticipate some problems.
(Two
particular children in the block area together usually get
into some kind of trouble, for instance.)
Often a conflict can be avoided simply because an adult is nearby.
Talking to a child or getting him started in an activity
when he seems to be at loose ends often keeps him from
trying to get attention by being disruptive.
When a violation of a classroom rule occurs, how e ver,
immediate intervention arid positive action must take place.
In these cases I follow these steps and would 2pp reciate
your following them too:
1.
2.
3.

Warn the child.
Tell the child to choose a different activity.
Tell the child to sit in a chair beside the
teacher's desk, the chalkboard, or the record
player until released.

Please don't be timid about this.
If we are all consistent and firm, the children will quickly learn appropriate
behavior and understand that they are responsible for
their own actions.
Please inform me immediately, with no warning to the
child, if any of the following major violations takes
place:
1.
2.
3.
4.
5.

Throwing blocks.
Jumping off reading loft.
Biting or hitting.
Turning volume control on tape recorder.
Any other dangerous behavior.
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Conclusions
The language-experience approach used in this
project proved to be a highly motivating and effective
method of teaching beginning reading skills in kindergarten.

By seeing their words written down, hearing them

read back, and then reading the stories themselves, the
children were able to understand very soon the relationships between the communication skills of speaking,

1

listening, reading, and writing.

I

ingful to them because it was based on their own words.

l

Reading was more mean-

Word-bank activities helped to maintain enthusi-

.

asm for reading.

Children who had difficulty learning to

I

recognize instantly the assigned high-frequency words

I

could usually remember their own special words.

l

and varied communication experiences provided throughout

I

I

I

The many

l

the year led to a noticeable impr6vement in the children's

t

vocabularies, their use of language, and their ability

;

The arrangement of the classroom into learning

;

.t

to express their thoughts .

i

L

centers was a necessary component of this program.
Because the children were supervised in learning activities in the other centers, the teacher was able to concentrate her efforts on teaching small groups at the
reading/writing table.

The method of keeping records of

childrRn who needed reteaching activities (or catchingup activities in cases of absences) saved a lot of time
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that would otherwise have been spent in giving instructions to an aide.
No difficulties were encountered in combining the
language-experience approach with Level A, Getting Ready
to Read, of the Houghton Mifflin reading series.

In

fact, the two teaching methods complemented each other:
the reading series approach provided an orderly progression of skills, and the language-experience approach provided motivation through meaningful reading materials in
the children's own language.
The children developed a high degree of selfconfidence because the use of their own words, at their
level ·of understanding, assured success.

Each child was

able to say, with great exultation, "I can read!" and his
self-concept soared.

Without exception these children

were placed in the first or second reading groups of the
first-grade classes to which they were assigned the
following year.

Chapter 4
)

SUMMARY
Stories dictated by one or more children and word,,I

bank words chosen by e~ch child were used as instructional
materials in teaching beginning reading skills in a kindergarten classroom in Shelton, Washington.

The class-

room was divided into five major learning centers:
reading/writing, math/manipulative/science, language arts,
art/cooking, and library/listening.

The children were

divided into five small groups, and each group spent fif/!,

~.

~-

I
,I

l
J
~

J.

,l•
l'.

l

J:

'j:

t~en to twenty minutes a day, four days a week, in each
of the centers.

The remaining time was spent on field

trips, visits to the school library or gym, or in wholegroup activities with the children together on a large
oval rug used during center time for block-building activities.

During these whole-group times the children also

dictated stories, based on class experiences, which were
later used as instructional aids in the reading/writing
center.
During center time, while the other children were

11

being supervised by volunteer aides in the other centers,
one small group at a time received direct instruction at
the reading/writing table.

Using their group-dictated

stories or familiar poems as the basic tools, they
.,
"

.

learned to listen for beginning and ending sounds of

s

words, to read for meaning, to identify the letters of
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the alphabet, to make letter-sound associations, to use a
combination of semantic, syntactic, and graphic-phonic
clues to decode words, and to form the letters in both
upper and lower case.

They also learned the sounds of

the digraphs ch, sh, th, and wh and learned to recognize
instantly sixteen high-frequency words.

Experience-chart

and word-bank activities reinforced each of these concepts and were supplemented by exercises in Level A,
Getting Ready to Read, of the Houghton Mifflin reading
series, the use of which was required in Shelton kindergartens.

Toward the end of the year each child received

individual reading instruction, using his folder of individually-dictated stories as reading material, at least
once a week while the other children in his group worked
independently at assigned learning activities at the
reading/writing table.
Forty-eight assessment tests were given during
the year, and any child who received an unsatisfactory
score on any one of these tests was assigned specific
reteaching activities under the supervision of an aide,
after which he was retested.

This aide also worked indi-

vidually with children who had fallen behind because of
absences.
The children participated in a wide variety of
activities during center time in the other centers of the
room and during whole-group time on Mondays and hefore
and after center time on the other four days of the week.
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Communication and a broad background of experiences were
featured.
Through home visits, open house, and letters,
parents were encouraged to visit the classroom and to
become active participants in their children's school
progress.

Four parents volunteered to be classroom

aides, and many others shared their time nnd talents in
other ways.
The language-experience approach was highly motivating, engendering an enthusiasm for reading which was
sustained throughout the year.

Seen as the most impor-

tant benefit was the development of a high level of selfest-ee"rri in the children because of. their success in the
reading program.
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